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ABSTRACT
Hill, Karen S., M.A., 1998 Curriculum and Instruction 
Perceived Abuse: Correlation With Self-Esteem and Educational Success (76 pp.) 
Director: Dr. Doug Beed
This study reports the results of 81 surveys returned from a population of 163 students in 
The University of Montana College o f Technology health programs. The objective was 
to identify correlations among perceived history of abuse, self-esteem, and GPA.
Impetus for the study was the combination of dramatic increases in reports and incidence 
of abuse and high non-retention. Participants responded to Likert type surveys on 
demographics, perceived levels of abuse and neglect, and self-esteem. Great care was 
taken to preserve anonymity and psychological safety.
Respondents reported 80.2% frequency of abuse. O f the 81 responses, 54.3% felt they 
had been abused at Likert level 2 or greater in both childhood and adulthood. Male and 
female emotional abuse were similar in childhood. However as adults, women reported 
much more emotional abuse, possibly related to socioeconomic issues.
Although various correlations had statistical significance at 0.05 and 0.01 levels, 
correlation coefficients were low. Therefore, no single factor is strong enough for 
assessing educational risk. Self-esteem, age, history of work and educational 
satisfaction, in combination, may provide screening information to identify entering 
students who may be at risk for non-retention.
Since this is a descriptive study, results cannot be generalized to populations other than 
the one surveyed. It is possible that careers in health related fields may draw more 
individuals with backgrounds having abuse trauma Results increase the information 
base necessary for further research leading to pro-active efforts at student retention in 
health programs.
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Chapter One 
Introduction and Review of Literature
1.1 Introduction
Medical programs at The University of Montana-Missoula College of 
Technology (UMCOT) have significant attrition (quitting or failing). In order to 
compensate for non-retention, more students are admitted than are expected to continue 
past the first semester. As an example, the Practical Nursing Program admits 25 students 
into the first semester but expects less than 20 to reach second semester.
Students are often single mothers with children, older than 24, supported by 
rehabilitation or retraining fimds, or in programs to move them from welfare to work. 
Many have been away from school for a number of years. Unfortunately, those who are 
not successful may never again attempt higher education. This seems a waste of human 
effort at best. At worst it may mean a lifetime of employment below ability level. This 
has implications for programs that assist those who are earning insufficient wages. It has 
larger implications for society and the individuals within that society.
Education should enable individuals to grow in abilities, whether personal or 
occupational. Students who do not remain in school may, at the very least, fail to grow 
occupationally.
Jeffreys (1998) notes that attrition rates of nontraditional students are typically 
not due to academic issues. Participants in Jeffreys’ study o f nontraditional student 
retention and attrition perceived that environmental issues (finances, work, support
R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
system, family responsibilities) influenced academic achievement and retention to a 
greater degree than academic variables (study skills, study hours, academic advising). 
Very efficacious (self-confident) students were at educational risk (-0.34 r, p <0.001) for 
attrition, attributed to overestimation of academic supports and underestimation of need 
for preparation. In general, self-efficacy had some positive influence on educational 
success. Students who felt they would be able to succeed but retained enough anxiety to 
stimulate study efforts were the most successful. These students have lives enriched by 
learned skills and increased belief in their abilities. They are empowered.
MacKinnon-Slaney (1994) identifies some factors which facilitate retention. 
These include: ability to recognize strengths and weakness, ability to delay gratification, 
clear life and career goals, success at life transitions, interpersonal competence, 
educational competence, intellectual ability, and awareness of impeding factors. Ney, 
Fung, and Wickett (1994), and many others, note that individuals who have been abused 
often lack those factors mentioned by MacKinnor-Slaney.
Nontraditional students often combine several life sequences (e.g., educational, 
family, and career). Thus competing activities increase stress which in turn decreases the 
likelihood of educational success.
These findings are consistent with observations o f UMCOT nontraditional 
students. In conversations with these students, the subject of past or current physical, 
emotional or sexual abuse is introduced often enough that these may also be factors 
relating to lack of academic success or retention (educational stress).
R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
After observing individuals experiencing educational stress, some of the feelings 
and behaviors noted are; academic failures, difficulty relating to faculty and classmates, 
frequent absences, difficulty accepting responsibility for grades, poor self-esteem, 
excessive anxiety over tests and assignments, early withdrawal from courses or 
programs, and self-reported negative expectations for success, as well as history of 
educational difficulty. All too often various of the behaviors noted are visible in 
UMCOT students who enrolled in health related programs.
Counseling services are important sources of support and contribute to 
educational success. However, too often counseling begins long after students’ difficulty 
within courses arises. This seems likely to diminish counselor success at promoting 
educational success. Prevention or early intervention efforts may increase student 
retention. Jeffreys (1998) contends that educators must recognize holistic needs if they 
are to provide the help nontraditional students need to succeed. This would also apply to 
students with cultural differences who are likely to have similar needs.
Awareness of holistic (integration of body, mind, and spirit) needs of students 
does not seem essential to some teachers. Teachers are to teach. Carl Rogers (1983) in 
Freedom to learn in the 80's, identifies some humanistic qualities that facilitate learning. 
He suggests that teachers appropriately open themselves as persons to students. Other 
qualities include valuing the student as a person, accepting the student “as is,” and 
trusting their ability to learn. Empathy further enhances learning by creating an 
atmosphere supportive o f interpersonal interaction. The qualities named create a sense
R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
of safety in the educational environment. That safe environment allows students more 
freedom to explore new skills and ideas. It promotes personal growth and confidence for 
change.
1.2 Problem
The teacher understanding holistic dynamics does not become a counselor but 
does become alert to signals indicating the need for help. Even this may be too little too 
late. Nontraditional students, who may be less attuned to the educational process than 
students already close to the process, may be at greater educational risk. Measures to 
identify students at risk before or at the beginning of their programs may decrease the 
risks. Pro-active measures to increase retention and success might then be instituted to 
compliment traditional supportive practices.
Individuals in turmoil, whatever the cause, have difficulty learning. The cause of 
the turmoil may intrude at conscious and/or unconscious levels. Either form of intrusion 
creates distractions likely to have negative effects on the learning process. Worrying 
about bills, children’s illnesses, relationships, length of time away from school, difficult 
school history, and so forth compete for attention against what is being read or heard. 
Students with work schedules competing for class and study time, not to mention 
interpersonal issues, are too exhausted to function at their levels of ability. In an effort to 
juggle all their responsibilities, students miss class, sleep in class, fail to interact, and do 
poorly on assignments.
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It is easy for faculty members to attribute students’ non-attendance, poor 
attention, and weak performance to disinterest or lack of ability. A natural result might 
be resentment of students who take faculty time and effort with no response. “I’m 
teaching. Why are you rejecting my efforts? Why aren’t you learning?” Imagine being 
such a student and facing a teacher who radiates disapproval, anger, or disdain. It is 
unlikely the student will ask that faculty member for suggestions to help her or him cope. 
The student may feel ashamed, guilty, or inadequate, so the downward spiral toward 
dropping out or failing is accentuated.
Educational services ( teachers, financial, counseling) cannot eliminate stress 
in student’s lives. It may be possible though, to mitigate students’ responses to stress. 
Faculty awareness of issues affecting students, particularly beginning ones, may ease 
some of the conflict that arises from both sides. Administrative awareness of factors 
supporting student retention may stimulate planning more fully meeting the needs of this 
population at risk. That institution finances are improved by retaining students is a side 
benefit.
There are many variables contributing to poor retention resulting in personal pain 
for students and lost FTE by the institution. This information gathering study focuses on 
two variables which may contribute to the problem, perceived abuse and poor self­
esteem as they affect or are affected by GPA.
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1.3 Review of related literature
The review of literature is directed toward relating abuse, self-esteem, and 
empowerment (educational success), the area of focus in this study. It is aimed at 
identifying and combining areas of the literature which support the inter-relatedness of 
these selected areas. The literature covers the subjects voluminously. My review effort 
is directed toward a specific focus, so no attempt is made to give greater breadth of 
reference.
1.3a Abuse
Abuse is seldom found as a general concept. Articles relating to abuse specifics 
such as sexual abuse, domestic abuse, neglect and so forth are typically found.
Rowan, Foy, Rodriguez, and Ryan (1994) cite a 1990 national survey in which 
27% of women and 16% of men reported childhood sexual abuse. Graham (1993) 
reports a 40% increase in child abuse reports from 1985 to 1991. O f these abuse reports, 
25% were physical, 15% were sexual, 48% were neglect, six % were emotional abuse, 
and 10% were other. The low incidence of emotional abuse is most likely due to 
difficulty obtaining proof. The actual incidence is high because it is a part o f other forms 
of abuse (C. Horesji, personal communication, March 21, 1998). Donnelly (1997) 
reports a 50% increase in abuse reports since 1985. The implications of increases in 
abuse reports are staggering. More and more individuals with at least the potential of 
educational and social problems are entering the educational system.
R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
Ney, Fung, and Wickett (1994) found that less than five percent of abuse occurred 
in isolation. In other words, if one type of abuse is present there most likely will be 
others as well. They cited Claussen and Crittenden (1991) who note psychological 
maltreatment in almost all cases of physical maltreatment. This was supportive of Ney et 
al ‘s findings as they studied 167 children ages seven through 18. The combination of 
physical neglect, physical abuse, and verbal abuse was found to have the greatest 
psychological impact. They also noted that individuals with abuse histories frequently 
have difficulty trusting others, being open, being flexible, and feeling confident. The 
difficulties listed will affect most every life endeavor, including education.
Varia, Abidin, and Dass (1996) examined perceptions of abuse (physical, 
psychological, and sexual) and psychological and social adjustments in a group of 173 
subjects. They found individuals who acknowledged abuse and those who had levels of 
abuse above the mean, but without acknowledging the abuse, had the greatest adjustment 
problems. Overstating abuse was seldom found. Varia, Abidin, and Dass (1996) note 
that Finkelor in 1990 and Steele in 1986 found significant numbers of well-adjusted 
adults who have histories of abuse. Such research suggests the need to avoid sweeping 
generalizations about those with abuse histories, without ignoring the potential hazards.
Individual perceptions of life events impact one’s responses, immediate 
and long-term. Individuals who acknowledge abuse or non-abuse have higher adjustment 
scores than those who denied abuse (inaccurately) or minimized their experiences (Varia 
et al, 1996). Most of the articles referenced in this study include the following as effects
R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
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of abuse; anxiety, feelings of isolation, poor self-esteem, difficulty trusting, relationship 
problems, and negative self concepts to name a few.
Brand (1996) notes most references to abuse refer to females because this is the 
gender most researched and statistically prevalent. Abuse (trauma) interferes with the 
basic assumptions of a benevolent world and personal safety. Abuse in childhood may 
be even more damaging because it creates a pattern of little hope, trust, or sense of 
efficacy. Abuse victims frequently develop acute sensitivity to the emotions of others as 
a safety device. Sensory over-load may occur in classrooms when students are so 
vigilant and sensitive, resulting in difficulty learning.
Male victims of abuse are becoming more visible. Etherington (1995) gives three 
reasons that male abuse has been deemed low in prevalence. First is the possibility that it 
really is rare. However, Etherington describes a 1992 TV program on abuse issues to 
counter that stereotypical notion. The program had a hotline which received 1000 calls. 
Ninety percent of the callers openly acknowledged abuse for the first time and 33% of 
these were men. The second reason abuse of males is not reported is the belief that 
healing will occur faster and better if  the issue is ignored. Disbelief that abusers can be 
female, perceived lack o f masculinity if abuse is admitted, or dissociative coping 
mechanisms may affect non-reporting. Thirdly, the definition of abuse is flawed. The 
men in Etherington’s study had difficulty defining what happened to them as abuse, 
especially if the abuser was female. When abuse experiences lie outside general ideas of 
acceptable behavior, defenses such as denial, minimization, or some other means of
R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
assimilating the experience are often employed.
Shinaver (1996) used Rorschach testing to determine the effects of physical and 
sexual abuse as well as neglect on boys, who until recently have been largely overlooked 
in relation to abuse. Some of the effects of abuse included altered perceptions, 
emotional constraint, low self-esteem, and a sense of being damaged. Shinaver 
compared these effects with findings in similar research that focused on female abuse 
victims. Since the findings are similar, the researcher concluded that the effects of abuse 
are gender nonspecific, though expression of the effects may differ widely.
Rosen and Martin (1996) surveyed 1072 males and 305 females on active duty in 
the United States Army. The survey questionnaire included physical-emotional abuse, 
sexual abuse, emotional neglect, and physical neglect. While the survey results were 
similar for each gender (decreased self-esteem), women had greater psychological 
symptoms. This may not have shown a true difference since the women had more 
extensive abuse histories. The researchers did raise the possibility that soldiers who had 
experienced abuse might be more likely to develop combat-related traumatic stress 
syndrome. Gender differences were also affected by the military population samples. 
Reluctance of males to acknowledge abuse also may have affected the outcomes. The 
results support findings that abuse effects are similar for both males and females, though 
different in expression.
Higgins and McCabe (1994) found that level of family violence contributed to 
both trauma symptoms and self-esteem. However self-esteem predictors broadly
R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
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included father’s education, level of family violence, number of close friends at age 12, 
mother’s education, frequency of father being drunk, and divorce or separation. Higgins 
and McCabe compare their findings to those of Briere and Runtz ( 1990) who did a 
similar study.
It is important to evaluate abuse effects as being mediated by numerous other 
factors. Abuse does have lifetime impact but every person is different and should be 
evaluated in proper context. This seems to reflect a more balanced trend in research. 
When numerous aspects of life are investigated, the results are less definitive (Coffey, 
Leitenberg, Henning, Turner, and Bennett, 1996) (Brayden, Deitrich-MacLean, Dietrich, 
Sherrod, and Altemeier, 1995). Coffey et al (1996) cite Tomlin (1991) who suggests that 
adult survivors of incest are in fact stigmatized by others. This would indicate that 
broader societal factors may affect an individual’s development of personal feelings and 
thoughts about the abuse. Individuals with histories of abuse may be reluctant to 
acknowledge that aspect of their lives as just one more part of themselves. This may lead 
to the additional stress o f fearing exposure.
An illustration of societal stigmatization recently occurred dtiring an employment 
interview. While disclosing the abuse of a female relative by a gang member, the 
interviewee quickly inteijected that sexual abuse was not involved. It seemed this 
individual, who likely reflects the views of many others, considered sexual assault 
demeaning to the person assaulted. Therefore, the interviewers needed to know the 
relative was not damaged or o f lesser worth. Obviously, this societal attitude is hard to
R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
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change.
Graham (1993) and Rowan, Foy, Rodriguez, and Ryan (1994) report that 
Post Traumatic Stress Disorder (PSTD) is a common diagnosis in children who have 
been abused. The symptoms include: re-experiencing the trauma, decreased general 
responsiveness, difficulty concentrating and completing tasks, emotional outbursts, and 
hyper-vigilance. In other words, avoiding “flashbacks” of the experience consumes a 
great deal of energy. Added to that is the unpredictability of when or why a flashback 
will occur. Students may daydream as a means of preventing intrusive memories. It 
would seem likely that an adult who has not received treatment for abuse could exhibit 
similar symptoms though usually with greater social control.
Amtz, Rauner, and Van Den Hout (1995) studied four groups who had 
varying anxiety disorders and found that the control group responded to potential danger 
with watchfulness but little anxiety. Anxiety groups responded to the potential danger as 
if  the threat were actual. The conclusion drawn was that subjective anxiety may affect 
developing and maintaining anxiety disorders. Linking this with general memory 
processing may partially explain the extreme anxiety some adult students experience 
when faced with course work or interaction with teachers. If past educational experience 
has been traumatic, students may respond to the “old situation” even though the present 
circumstances are not dangerous.
In the brain the amygdala (fear and rage processing) and the hippocampus (general 
memory processing) work as part o f the diencephalon’s processing of emotions and data 
to be stored and accessed later (Kim,Rison, & Fanslow 1993). This explains in part why
R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
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sights, sounds, touches and so forth may trigger memory of traumatic events. An example 
of this occurred in class when stress and its effects were being discussed. Suddenly one 
student was sobbing and the others were bewildered. The class took a break and the 
sobbing student was taken to an area allowing privacy. The student described the cause 
as a sudden overwhelming memory of the accidental death of her child while on a family 
hiking trip. Somehow the discussion of stress triggered memories of the tragedy which 
were too powerful to control. Although this is not related to abuse, intrusive memories of 
abuse trauma may occur in a similar manner,
Graham (1993) cites Finkelhor and Browne’s (1986) means of describing abuse or 
neglect as four trauma creating factors: (1) traumatic sexualization, sexuality shaped 
inappropriately and in interpersonally dysfunctional ways; (2) stigmatization, a sense of 
badness, shame, and guilt being incorporated into self-image; (3) betrayal, awareness that 
someone vital to them has caused them harm; and (4) powerlessness, affected by the 
degrees of force, coercion, manipulation, or bribery. Being powerless means that one’s 
will, desires, and sense of efficacy are compromised. This may lead to the generalization 
that one is not efficacious in any way.
The effects of abuse have implications for educational empowerment. The 
educational process involves more than memorizing facts. An anxious student has 
difficulty attending to anything other than the anxiety. Trust is necessary because teachers 
ask students to allow them some control or influence. Individuals with poor self-esteem 
will have difficulty feeling empowered or efficacious. A classroom involves relationships
R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
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with others. And a negative self concept, like poor self-esteem, implies an expectation of 
failure. A student who is actively trying not to remember trauma will have conflicting 
activities within the memory processing system.
1.3b Self-esteem and Self-efficacy
Bandura (1997) states that people try to have control over life’s events especially 
if they believe their actions will be effective. Four main ways that perceived self-efficacy 
regulates human functioning are presented:
1. Cognitive: Individuals who have high self-efficacy have high aspirations, set 
challenges for themselves, and commit to meeting the challenge set. They 
visualize success rather than dwelling on personal deficiencies or what might 
make them unsuccessful.
2. Motivational: They set goals and plan courses of action as well as believing in 
what they can do. People with high self-efficacy are able to adjust goals as they 
evaluate progress.
3. Mood or Affect: The level of stress or depression experienced is dependent upon 
how well individuals believe they can cope. Efficacious people mediate levels of 
stress by not magnifying the threats, by acting in ways which make the 
environment less threatening, and by controlling thoughts that are disturbing.
They can relax, divert their attention, and can seek support. These coping 
mechanisms make anxiety and sadness more tolerable. Low self-efficacy can lead
R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
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to depression by contributing to a downward spiral of helplessness, hopelessness, 
and defeat.
4. Physical Health: A belief in one’s ability upholds the natural immune system that 
helps prevent illness. Self-efficacy is also a major factor in whether or not one 
considers altering health habits and whether or not one will be successful at doing 
so.
Harrison, Rainer, Hochwarter and Thompson (1997) tested Bandura’s self- 
efficacy-performance model by a study of 776 American university employees in a work 
situation. Participants indicated that the level of ability in computer performance was 
significant in predicting high and low self-efficacy. Thus Bandura’s social-cognitive 
theory is active in a work setting. A limitation of this study is the narrowness of the 
activity studied. However, the authors cite work related studies by Barling and Beattie in 
1983 and Taylor, Locke, Lee, and Gist in 1984 which offer similar supportive results. In 
other words, if one is self-efficacious one is more likely to be successful in a work effort. 
Learning does require work. Therefore, Bandura’s theory seems applicable to educational 
efforts.
Harrison et al (1997) suggest that an area of research to consider is that of self- 
efficacy antecedents. They cited Bandura’s i982 four informational cues which may 
influence self-efficacy. The cues are: (1) enactive mastery which might be from repeated 
successful performance; (2) vicarious experiences, observations of successful behaviors 
being modeled; (3) verbal persuasion which involves teaching or explaining; and
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(4) emotional arousal which facilitates memory (for good or ill). Bandura (1997) refers 
to four measures to increase self-efficacy as treatment measures. They are;
( 1 ) Experiencing success or mastery at overcoming difficulties. These are activities 
requiring perseverance which will increase efficacy strength. Success without effort may 
promote discouragement when difficulties arise. (2) Social modeling which refers to 
seeing others like oneself succeed, (3) Social persuasion which informs and encourages 
belief in self and also allows graded trials that prevent early failure. (4) Reducing stress 
and depression, building strength, and learning to interpret physical sensations to avoid 
excess fatigue and weakness which are often interpreted as mental or physical weakness. 
There is little difference in Bandura’s antecedents to self-efficacy in a 15 year span. They 
are guidelines significant for successful vocational education.
Abel (1997) explored the effects o f self-esteem in expectations of future success or 
failure. Individuals with high self-esteem have greater likelihood of recognizing task 
demands and making adjustments than those with low self-esteem. One unexpected 
finding was that individuals who had high self-esteem remained overly optimistic and 
unrealistic in the face of task difficulties which could not be overcome. This relates to 
Jeffreys (1998) finding that students who were very efficacious tended to overestimate 
their ability and underestimate the work needing to be done. That there are problems 
associated with either high or low self-esteem is readily observed in the classroom and 
relates to educational success measured by test scores and grades.
In a study of changes in self-esteem done by a longitudinal study of white women
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that was annually updated, Elliot (1996) examined data indicating self-esteem changes 
between 1980 and 1987 when age ranges were 15-23 and 22-33 respectively. The sample 
reflected the socioeconomic distribution of white women in the U.S. at the time of 
collection. The study explored changes in self-esteem which occur during the transition 
from dependence on parents to living apart from parents. The results indicated an 
increase, on average, o f one fourth of a standard deviation. Even though self-esteem was 
relatively constant, participants had self-esteem increases or decreases as they moved 
through their twenties. Women married to high-earning husbands had increased self 
esteem, possibly by increasing economic stability, social status, and social and emotional 
support from the husband’s social network. Current marital status was the only accurate 
predictor of women’s self-esteem during their twenties. Motherhood had a negative effect 
on self esteem, perhaps due to the unrelenting stress of motherhood and the interference 
with being a wife or wage earner. Women who were employed had less loss of self- 
esteem when they became mothers. This may be due to increased social support, 
validation at the workplace, greater economic security, or time away from children. 
Receiving welfare increasingly decreased self-esteem. This may be related to decreasing 
likelihood of moving from welfare as time on welfare increases. That economic issues 
are a major factor in women’s self-esteem is clear. Women are also affected by 
perceptions of how their work is regarded or valued by others. The factors reported are 
issues for many students attending UMCOT and economic difficulty is often given as a 
reason for leaving school.
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Wood, Giordano-Beech, Taylor, Michela, and Gaus (1994) look at how, other than 
self-protection and trying to avoid losses, individuals with low self-esteem bolster 
themselves. People with high self-esteem are apt to seek self-enhancement by drawing 
attention to their skills and talents. Those with lower self-esteem tend to avoid drawing 
attention so there is less risk of exposing their flaws They would rather not make an 
attempt, even if there might be great rewards for successful completion, in order to avoid 
the chance of failure. Apparently the risk o f exposing themselves as failures in some way 
is just too threatening. The study focused on whether or not individuals compared 
themselves to others. Individuals with high self-esteem were found to be willing to 
compare their success when the individual with whom they were comparing was 
perceived as an equal. They were less likely to compare when the individual who was 
less successful was considered less able than themselves. Individuals having low self­
esteem did not make comparisons when unsuccessful. When successful however, they 
compared freely no matter what ability level the other person had. The practical 
application of this might be provision of safe opportunities in which the individual with 
low self-esteem could seek self-enhancement. In other words, opportunities to practice 
success are needed.
Thompson, Davidson, and Barber (1995) tested assumptions of the self-worth 
theory of achievement motivation. Students protective of self-worth will voluntarily 
withdraw from situations which would allow poor performance to be attributed to lack of 
ability. Self-worth protective students performed well following failure that allowed face-
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saving but did poorly when there was no face-saving opportunity. They also determined 
that students with low self-worth tended to avoid personal accountability for failure. They 
suggest that the most effective way of intervening in the process might be to correct the 
faulty cognitive assumptions which support low self-worth. These individuals are so 
cognitively self-protective that other measures are likely to be ineffective. Students with 
low self-worth are very difficult to change. It seems as if  every success is followed by 
“but I can’t do this.” Perhaps this is a hedge against future failure. The student who says 
“I can’t” then fails can say “I told you.” Suggesting that the student try saying “this is 
hard but I am practicing and am getting better” meets resistence.
Shields (1995) suggests that individuals with strong student identities may be more 
successful because student identity promotes self-worth. Terms associated with the role 
o f college student include competitive, open-minded, motivated, realistic, pressured, 
mature, and studious. Wanting to learn, rather than wanting to finish the courses and get 
employed, creates a sense o f social competence, pride, and self-satisfaction. Students 
who have entwined student identity along with occupational identity have perhaps the 
strongest motivation for success.
When dealing with self-esteem one needs to differentiate between healthy 
self-esteem, which is based on honest assessment, and unhealthy self-esteem which 
involves ego massaging. Feeling good about oneself realistically allows some failure. 
Those who just wish to feel good may have sophisticated systems of coping which enable 
them to ignore reality.
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Japenga (1996) suggests that self-esteem not based on reality can lead to 
behaviors which are antisocial or criminal. I would add that it most assuredly may result 
in a failing grade.
1.3c Empowerment
Lee (1994), writes of empowerment as it applies to social work. Empowerment is 
defined as a set of activities with a client to reduce powerlessness created by negative 
valuations of a group. It requires identifying the power blocks and development and 
implementation of specific strategies aimed at their removal or mitigation. If the term 
“student” is used in place of “client,” one might consider this an adequate definition for 
education.
Lee continues by listing three aspects of empowerment; (1) development of a sense 
of self which is more powerful and positive; (2) construction of knowledge and ability to 
more realistically evaluate one’s social and political environment; and (3) cultivation of 
more functional competence to attain personal and collective goals. These three are 
pivotal to education as well as social work. This is not surprising since education also 
aims to empower growth and improvement for individuals and society.
One area of focus in social work (Lee, 1994) is individual pain which practitioners 
acknowledge as they deal with the issues at hand. Individual pain, whether physical or 
emotional, likely permeates all that a person is whether the individual is aware o f it or not. 
It might be assumed that individual pain impacts educational processes, although it seems
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to be ignored in much educational practice. This concept is very important when 
considering education from a holistic viewpoint.
Individuals lacking self-esteem and self-efficacy perceive themselves as lacking 
power in some or many areas of their lives. Coll (1986) links powerlessness to women 
and notes that it has gone on so long it seems a virtue. Powerless women ind children are 
often called innocent, meaning that they have no responsibility for the bad events in the 
world. However, women’s supposed innocence also keeps them from being a party to 
decision making power.
Coll (1986) also points out that though women are criticized for being non- 
assertive and indirect when making requests, power is wielded covertly. Women have 
been rewarded for being helpless, ignorant, coy, and able to assume a powerless stance. 
Women use these behaviors to gain what they want, a form of power. Learned 
helplessness may be exploited as fireedom from responsibility. Abuse and other trauma 
may also contribute to learned helplessness. This is similar to what nurses working with 
individuals who are paralyzed sometimes call “the tyranny of the disabled.” This does not 
imply any lack of respect for those with disabilities. Rather it acknowledges the need for 
these individuals to develop their abilities, whatever they may be. Newly disabled 
individuals must be weaned from the natural helplessness they experienced while in 
Intensive Care. Nurses who provide patient care in this weaning period must push self- 
sufficiency. This results in a period of turmoil and anger. So it is in the emergence of 
authentically powerful women. New skills, attitudes, and responsibilities are learned in 
the midst of this turmoil. Empowerment that prevails is an ongoing active process.
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One result of women’s historical freedom from responsibility is indicated by 
Etherington’s (1995) study o f men who had been abused. One of the participants stated 
that when he told an adult his sisters were sexually abusing him, the adult said he was 
making up tall tales and he was discounted. Traditionally, women are considered non­
abusers. However, Etherington (1995) found that of the 25 men studied 13 had just 
admitted being abused and nine of that 13 had been abused by females. M. Scallatti 
(personal communication March, 1998), a psychologist specializing in the treatment of 
sex offenders, noted that women are increasingly being identified as abusers. C. Horesji 
(personal communication March, 1998), an expert in abuse issues, made a similar 
observation. Women who are increasingly acknowledged as powerful are increasingly 
accountable for their actions. The evaluation of women’s part in abuse is just beginning.
Coll (1986) states that education, even though concerned with bodies of 
knowledge, also empowers individuals. Students are empowered by knowledge to 
become responsible for the directions of their lives. Information is given which will 
empower students to grant or deny power to others. Leadership roles are given or 
assumed by individuals who are empowered and empowering by education increases 
dissatisfaction with the status quo (Coll, 1986). Sensed disequilibrium, described by 
Beilin (1989), creates opportunities for development and intellectual growth.
Coll (1986) cites Hagberg’s stages in the development of power and warns that 
one should not underestimate how difficult it is to foster new types of power. The six 
developmental stages of power include: (1) powerlessness. (2) power by association with 
powerful individuals (parents, teachers, etc.). (3) power by symbols such as degrees and
R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
22
titles. (4) power by reflection. At this stage the person is skilled at mentoring and can 
work with others to stimulate thinking. (5) power by purpose includes those who choose 
to live a way of life that empowers others. Power grows as it is shared. (6) power by 
gestalt which includes individuals who do not need the trappings of power. Mahatma 
Gandhi and Martin Luther King are often used as examples of this.
Empowerment is an economic issue. Zippay (1995) notes that programs and 
speeches by both Republicans and Democrats are aimed at empowering low-income 
populations. How to accomplish empowerment is the area of argument. There might be 
neighborhood improvement funding, back to school funding, programs to increase home 
ownership, increasing community involvement against crime etc., or a city may renovate 
downtown and encourage people to live there. Many UMCOT students are funded by 
programs which are aimed at empowering individuals by improving occupational 
potential. Individuals who are no longer on welfare pay more taxes which can then 
support others. The domino effect will ultimately produce a society of empowered 
persons. Obviously an over-simplified description.
Mills (1996) states violence against women is a leading cause o f injury and death 
around the world. Some o f the enabling factors are: (1) judicial weakness. Laws in much 
of the world do not protect women. (2) economic support. Where will women and 
children find the money for food and housing? (3) jobs. Once away from an abuser does 
the woman have the education and skills to be self-supporting?
Education is the key. Keeping students in school long enough for them to possess
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and use the key is problematic. The powerlessness described in the preceding paragraphs 
contributes to student attrition. Individuals who perceive themselves powerless do not 
find the educational process easy as Shields (1995) indicates.
If education is to be a meaningful part of the recovery process, students must stay 
in school. Retention has more far-reaching effects than just maintaining funding.
Short (1994) describes a national three-year project aimed at empowering students. 
The aim was to move from the usual empowering tools found in education such as 
allowing teachers to participate in decisions, control the work area, and contribute as 
professionals. The focus of the project was to identify efforts which empower students to 
become independent, life-long learners (collegiate goals as well). Although the project 
involved students younger than college age, the measures identified as important to 
empowerment are significant at any age. Schools that were most successful at 
empowering students tended to do the following: (1) They valued students. (2) There 
were opportunities for students to have personal control. (3) Projects which develop self- 
efficacy were provided. (4) Performance competence was expected. (5) There was a plan 
based on a working definition of student empowerment. (6) There was flexibility and 
creativity and an atmosphere that encouraged experimentation. Teachers of adults might 
examine their efforts in light of the above.
Walker and Frazier (1993) report the effect a two-week stress management class 
had on stress levels of 132 college students. Students were taught exercise, diet, time 
management, problem identification, relaxation exercises and so forth. At the conclusion 
of the study the students were found to have gained a great deal of knowledge about stress
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and relief measures. Participants reported being more efficacious at coping and using the 
measures taught. Even though stress levels stayed the same, stress levels over final exams 
did not increase, which the authors felt was a credit to the class. It may have been 
unrealistic to expect much change in such a short time. The change occurs with repeated 
attempt at usage of the techniques.
Stress management programs may support retention. However, it may not be 
logical to assume that stress will decrease. Increased efficacy at coping, however, is likely 
to be important in retention. Perceptions of self-efficacy at coping are valuable tools for 
empowerment. The issues affecting retention are most commonly addressed in the 
literature as study skills and/or remediation.
Some correlation studies on abuse and self-esteem have been done with no strong 
relationships discovered. This seems strange since the literature consistently lists 
decreased self-esteem as one of the sequelae of abuse. There is ample supportive research 
to encourage investigation of additional factors affecting retention. Assuredly, there is 
strong support for the assumption that measures to enhance retention are needed.
1.4 Definitions
Abuse: Webster’s New World College Dictionary (1996) third edition defines 
abuse as using wrongly, hurting by treating badly, misusing, mistreating, insulting, 
scolding harshly, or injuring.
The definitions of abuse in this study focus on unspecified physical, emotional, 
and sexual abuse as well as neglect. This is congruent with the literature in which exact
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interpretations o f this are seldom used and if used must have the author’s meaning clearly 
given. Even then, each reader tends to inteiject her/his own particular interpretation. In 
this study, I am seeking individuals’ perceptions rather than factual data about abuse. 
Believing personal interpretation has the greatest influence on one’s behavior, I expect 
participants to respond according to their interpretations of abuse and degree of severity.
Self-esteem: Self-esteem, according to Webster’s New World College Dictionary^ 
(1996) third edition, refers to belief in oneself, self-respect, and at times undue pride. 
Efficacy refers to the power to accomplish an intended effect, the capability of achieving 
the desired result, and effectiveness. Academic success is the desired achievement in this 
study.
Self-esteem, which I consider a more global human concept, will be used in this 
study. Personal self-esteem seems likely to affect academic self-efficacy. It is important 
to note that one may have high self-esteem yet have areas of little self-efficacy. One may 
also have low self-esteem but have high self-efficacy in various areas of life, e.g., poor 
self-esteem but high professional ability.
Empowerment: Empowerment, according to Webster’s New World College 
Dictionary (1996) third edition, means acquiring the knowledge or skills to accomplish a 
desired outcome, to enable, or to permit.
Empowerment may be granted, such as the power granted to a government or that 
the government in turn grants. Education exists to empower and enable. Educational 
empowerment involves the imparting of knowledge to do a task and promote awareness of
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one’s self in the process. The realization o f academic/e&icational empowerment occurs 
through student effort rather than being bestowed by teachers or institutions. We in 
education are facilitators. This is similar to Lee’s (1994) practical definition of 
empowerment. The considerations in education become “How can teachers or institutions 
assist the empowerment process? How does empowerment relate to personal self-esteem? 
What hinders educational empowerment?
1.5 Assumptions
I consider empowerment, whether occupational, personal, or societal, the mission 
statement of education. Certainly there are varying priorities concerning which type of 
empowerment is needed at a particular time. There are also many professions involved in 
educating for empowerment, traditional education is one of those. What does not vary, in 
my estimation, is the intense intercormectedness of each of the many areas involved.
When I refer to GPA or self-esteem, I am speaking o f empowerment. 
Empowerment, however, also may be measured by individual happiness, ability to obtain 
employment, or a myriad of other means. I have limited the investigation to areas of 
priority for this study.
1.6 Research Questions
Several research questions, which may provide information important to 
educational empowerment, are considered in this study.
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1. What are the demographic characteristics of this population?
2. Do students with self reported abuse histories have lower correlations of 
self-esteem and GPA than students who do not report abuse?
3. Will students reporting severe abuse have weaker self-esteem and GPA 
correlations than those who report less abuse?
4. Do students in the second semester or higher have different correlations 
with self-esteem than first semester students?
Research questions are given rather than hypotheses because limited information 
is available from which to draw hypotheses. Determining areas of relationship among 
variables, which may suggest directions for further research, is the aim of this study. 
Hopefully, finding answers to these questions will increase the body of knowledge 
affecting retention and educational success.
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Chapter Two 
Research Methodology
2.1 Population
Health oriented programs at The University o f Montana-Missoula College of 
Technology (UMCOT) were chosen because the group provided initial stimulus for the 
study and was large enough to provide adequate comparisons with potentially greater 
significance. All 163 students from the following technological programs were given the 
opportunity to participate: Surgical, Practical Nursing, Respiratory Therapy, Medical 
Laboratory, Pharmacy, and Medical Assisting.
2.2 Participant Protection
Because questions involved potentially disturbing material, numerous ethical 
safeguards were utilized to protect the participants. With Institutional Review Board 
approval, the following procedures were instituted to assure psychological protection:
(1) Survey recipients received an explanatory letter of introduction ( Appendix I) which 
assured them of confidentiality of responses and of the voluntary nature of the study. They 
were warned that the questions concerned abuse and might cause anxiety. The letter 
further outlined the specific measures utilized to assure that confidentiality would be 
maintained. Students who at any time, (past, present, or future) might have contact with
28
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me would remain anonymous.
(2) Survey recipients were given a list of resources (Appendix II) which were available if 
the surveys disturbed them and they wanted professional help.
(3) In order to insure that individuals associated with the UMCOT had no access to the 
research materials and participant names, the list o f student names with identifying survey 
numbers were kept in the Committee Chair’s office across campus. At no time did I 
access the list. The Committee Chair is responsible for destroying the lists on completion 
of this study.
(4) Psychological safety was also promoted by keeping questions broad and allowing 
participants to establish their own definitions of abuse. Using their own definitions 
allows each participant to maintain defense mechanisms which provide emotional 
support. Participants having control over their disclosures are likely to feel less 
threatened. The survey goal was to determine participant perceptions rather than hard 
facts. Although this decreases the strength of the results, participant safety is more 
important.
(5) Participants signed consent forms (Appendix III) which gave permission to access 
grade point averages at the end o f the semester.
2.3 Survey Distribution
The surveys were distributed as soon as possible after Institutional Review Board 
approval, four weeks prior to the end of the semester. They were mailed or handed out in 
classes, some by other teachers and some by me. Surveys were in manila envelopes and 
recipients were instructed, by whomever was distributing them, to complete surveys in
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privacy. Mailing was necessary for students who were on clinical rotations away from 
Missoula. The voluntary nature of participation was emphasized at initial dispersion and 
at each reminder. Recipients were verbally reminded twice that those who planned to 
respond needed to return their surveys before the end of semester.
2.4 Survey Instruments
2.4a Background Information Instrument
The Survey of Background Information (Appendix IV) is expected to give abuse 
perceptions and demographics. Because of the potentially distressing nature of the abuse 
section, prior instrument testing could not use students in other programs. Clarity of 
content was evaluated by faculty members and non-students who were requested not to 
divulge personal responses. The instrument was assessed as understandable. Questions 
regarding abuse were clearly identified as such but without defining any type of abuse.
The subjective character of the survey was intentional. That one has perceptual 
differences from day to day is also understood. It is safe to say that on any day the abuse 
questions will get that day’s perceptions. Content validity and reliability is present at face 
level, which is sufficient for exploratory information.
Demographic information included questions on age, gender, marital status, 
semesters in programs, past post-secondary education, perceived worth of educational 
experiences, perceived family income during childhood, quality of work experiences and 
whether or not participants had professional support as children or adults. There were also 
two questions related to groups who support the respondent and groups receiving 
respondent support. The broad demographic information was to provide a more in-depth
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picture of students in health programs.
2.4b M ontana Empowerment - Self-Other Scale
The Montana Empowerment-Self-Other Scale (MESOS), Appendix V, was 
developed and tested in the Missoula area . Clark, Trankel, and Brod (1994) reporting on 
the initial phases of testing, state the 54 item survey was given to a demographically 
similar population o f 68 Options (a group fostering economic independence) participants 
and 71 comparisons who served as controls. The quasi-experimental design tested 
whether or not the Options program led to increased personal empowerment. It was 
hypothesized this scale could be a tool for assessing Options effectiveness locally.
The comparison group and the Options group had no statistically significant 
differences in demographics. Baseline MES pre-tests were analyzed through independent 
group T-tests. The Options participants (prior to options) were lower in sense of 
empowerment than the comparison group at a significance of p<0.07.
Post-test comparisons showed the Options group having an increase from 3.52 to 
3.68, with a significance of p<0.01 using paired T-tests. Comparison group scores fell 
from 3.61 to 3.60 with p<0.90. This was regarded as initial evidence of content validity.
Cronbach’s Alpha was used to determine reliability on the full 54 item scale. The 
pre-test Alpha of 0.91 and the post-test Alpha of 0.92 indicated internal consistency. 
Several items which were ambiguous were eliminated, increasing Cronbach’s Alpha to
0.93 (Clark, Trankel, & Brod ,1994). The initial testing primarily involved women.
Clark, Trankel, and Brod (1994) reported further testing was used to evaluate a 
Juvenile Sex Offender Program aimed at increasing personal empowerment as a means of 
decreasing the likelihood of repeat offenses. The group consisted of 31 participants and a
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comparison group of 25 who were not sexual offenders. Wording adjustments were made 
for the male, youthful population. Cronbach’s Alpha was 0.86 overall and there was 
positive correlation between length of time in the treatment program and personal 
empowerment. An interesting finding was all individuals in this male group had greater 
identification with women than men. This was attributed to histories of abuse by males.
F. Clark (personal communication, October, 1997) stated the MESOS had also 
been administered to 23 Executive Directors o f Washington and Montana League of 
Women Voters. Although this group scored higher than the other groups, an expected 
increase due to circumstances in life, the scale did show differentiation. Comparison of 
the three test groups supports MESOS content validity, ability to differentiate, and high 
internal validity.
The MESOS is appropriate for this study. Survey recipients are similar to the 
Options group, e.g., single heads of households, displaced homemakers, undereducated 
individuals, or those being retrained. The survey will also include individuals who are 
recent High School graduates. There may be some participants who already have 
graduated from college and are changing direction. The survey group will include both 
women and men. The SOS, which has 28 items in its final form, had one item added.
The original 28 items included “I feel a sense of kinship with women.” The added item is 
“I feel a sense of kinship with men.” The change was made because the survey 
population was composed of men and women, though women are the majority survey 
population.
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2.5 Methods of Analysis
Data results were analyzed using frequency distributions and Spearman’s rho 
which analyzes ordinal data. Pearson's product-moment correlation is sometimes used 
for ordinal data. However, I chose Spearman's rho because the information requested 
was so subjective. According to Williams (1992) Spearman's rho, Pearson's product- 
moment, and Kendall's tau give similar information and are interpreted accordingly. 
Chi-Square and Independent T-Tests were used to clarify some differences.
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Survey Results and Discussion
3.1 Response to Survey
Timing of the survey distribution was problematic. Students mentioned finding 
the packets under stacks of papers or books as they prepared for finals. There were 81 
survey responses at the end of the semester. Although this is less response than desirable, 
the response rate of approximately 50% is from a population rather than a sample. 
Therefore, population validity is present. Volunteer responses also tend to be somewhat 
different from those of the general population. This factor is made less significant by the 
number of responses and the subjective material being sought. There are some survey 
recipients with known abuse histories who did not respond (no consent forms for GPA). 
The results will also be affected by the absence of response from students who left their 
programs early in the semester and did not reply.
3.2 Survey Results
3.2a W hat are the demographic characteristics o f this population?
Table 1 contains general demographic information which allows one to formulate 
a general image of the population. Table 2 contains frequencies of perceived abuse. 
Tables 3 and 4 contain frequencies by gender and by severity.
34
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Gender: Males 10
Females 71
Age Range: Number Marital Status Number
1. 1 8 -2 3 17 1. Single 31
2. 2 3 -3 0 19 2. Married 35
3. 3 1 -4 0 22 3. Divorced 11
4. 4 1 - 5 0 15 4. Widowed 2
5. 50+ 4 Missing 2
Missing 2 Mean =1.7975 s 0.7743
Mean = 3 s 3.6360
Prior College Experience 
Semester Level None 26
First 31 Yes 51
Second or + 41 M issing 4
M issing 9
Mean
Perceived Family Income GPA 2.74 s 0.75
1. Very low 10 MESOS* 3.82 s 0.46
2. Low 21
3. Medium 39 *Montana Empowerment - Self-
4. Fairly high 9 Other Scale (self-esteem)
5. High 2 scale 1-5 (least to highest)
Mean = 2.6543 s 0.9241
3.2a Table 1 General Demographic Information for Students in Health Programs
The gender distribution numbers are as expected since health programs have 
typically had a preponderance of women. Ages 23 to 50 are also typical of health 
programs. Respondents were fairly evenly divided between first semester students and 
those beyond that level. GPA mean of 2.74 on a four point scale and MESOS mean of 
3.82 on a five point scale represent somewhat normal curves. Perceived family income is 
predominately medium to very low. Approximately one half of students had prior college 
experience.
Abuse frequencies, shown in table 2, were tabulated by whether the participant 
was abused in childhood, adulthood, both categories, or not at all.
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N Percent
No abuse 16 19.8%
Child only 10 12.3%
Adult only 11 13.6%
Both 44 54.3%
Total Abused 65 80.2%
All Participants 81 100%
3.2a Table 2 Frequency of Perceived Abuse
Participants completed Likert type scales with “1" being very little abuse and “5" 
being extreme abuse. In order to increase the likelihood of measuring actual abuse, only 
level “2" and above were included in the counts. Of 81 respondents, 65 or 80.2% 
indicated abuse at or above level 2 and 54.3% indicated abuse in childhood and as adults.
Abuse percentages shown by gender are found in table 3.
Category of Abuse Gender
Physical Abuse Female N = 71 Male N = 10
Child 27% 20%
Adult 25% 10%
Sexual Abuse
Child 32.4% 10%
Adult 35.2% none
Emotional Abuse
Child 52% 40%
Adult 70.5% 30%
Physical Neglect
Child 22.5% 10%
Adult 16.9% 10%
Emotional Neglect
Child 54.5% 20%
Adult 43.5% 20%
3.2a Table 3 Abuse Percentages by Gender
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These figures are near the traditionally accepted ratios of one in three females and 
one in eight males, keeping in mind that these values are subject to change as incidence of 
abuse changes and reporting of both male and female abuse improves. Female emotional 
abuse is 12% greater than males in childhood. There is 40.5% difference between female 
and male reports of emotional abuse as adults.
Division of information into childhood and adult groups, table 4, allows the 
opportunity to compare whether or not the frequencies of severity levels are similar.
Adult
Childhood Number Percent
None 27 33.3
Very Little 12 14.8
Some 11 13.6
Moderate 14 17.3
Severe 9 11.1
Extreme 8 9.9
Total 81 100
None 25 30.9
Very Little 9 11.1
Some 18 22.2
Moderate 16 19.8
Severe 9 11.1
Extreme 4 4.9
Total 81 100
3.2a Table 4 Frequencies o f Abuse Severity Levels by Age Group
Adults have slightly lower incidence of absence of abuse, level of abuse l(very 
little), and level 5 (extreme). Level 4 abuse (severe) is the same in both age groups. 
Adults have somewhat higher frequencies of abuse in levels 2 and 3 (some and moderate 
respectively).
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3.2b Research Questions 2-4: Correlations
Table 5 contains the correlation results, at 0.05 or higher significance, obtained
when comparing the five areas of abuse, each with childhood and adult subdivisions, to
results of the Montana Empowerment-Self-Other Scale and GPA. Significance level of
0.05 was chosen because the information being gathered is exploratory. Additionally the
information is unlikely to be used in any way which could pose a danger to individuals.
Levels o f Significance: **0.01 and *0.05
Categories:
1. SOS & Childhood Emotional Neglect -0.264*
2. SOS & Adult Emotional Neglect -0.224**
3. SOS & Childhood Physical Neglect -0.287**
4. SOS & Adult Emotional Abuse -0.247**
5. SOS & Childhood Emotional Abuse -0.290**
6. SOS & Childhood Sexual Abuse -0.339**
7. SOS & Childhood Physical Abuse -0.238**
8. SOS & Work History 0.243*
*Note SOS and GPA correlation was 0.196
3.2b Table 5 Spearman^s rho Correlations at or Above 0.05 Significance
All correlations were negative except between work history and self-esteem.
The correlations range from -0.339 to 0.243 on a -1 to +1 scale.
Of interest are the correlations among over-all educational satisfaction, GPA, and 
self-esteem, table 6. Due to initial findings of significant negative correlation, the 
category was re-entered separately as elementary, high school, and present educational 
satisfaction. Participants evaluated educational satisfaction with “ 1" as excellent and “5" 
as poor on a Likert scale.
R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
39
Elementary Satisfaction Correlates to:
(Level o f Significance)
High School Satisfaction 0.513 0.01
GPA -0.220 0.01
High School Satisfaction Correlates to:
Present Satisfaction 0.289 0.01
GPA -0.278 0.05
Present School Satisfaction Correlates to:
GPA -0.415 0.01
SOS -0.303 0.01
3.2b Table 6 Correlations of Educational Satisfaction: Spearman's rho
Note that correlations relating satisfaction with school, GPA, and self-esteem 
(MESOS) are primarily negative. Present satisfaction with school was negatively 
correlated with both GPA and self-esteem.
3.3 Discussion of Results
3.3a What are the demographic characteristics o f this population?
Table 1 General Demographics
The large numbers in the age range 31 to 50 suggest that nontraditional 
students are a presence to be considered. This group may have been away from 
educational endeavors for a number of years, therefore may need supportive measures to 
succeed. One factor not addressed, unfortunately, in survey demographics is the number 
of single mothers, whether never married or divorced, who are likely to have far greater 
responsibilities than being single might suggest. Single and divorced students are the
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majority, making single parenting a factor to be considered in student retention.
GPA scores tend to cluster above the mean with -0.318 skewness and -0.333 
kurtosis. Self-Esteem scores are more representative of a normal curve with -0.459 
skewness and -0.081 kurtosis.
There is fairly equitable distribution between medium family income and the 
combination of low and very low income. This is congruent with my expectations.
More than one half the respondents had prior college experience. This also is 
consistent with expectations. Students with degrees not resulting in high employability 
frequently enroll in health fields.
Table 2 Frequency of Perceived Abuse
Most participants who reported one form of abuse had two or more concomitant 
forms of abuse. This is consistent with the literature.
Level “2" was selected if there had been “some” abuse. This does not imply that 
“very little” abuse cannot be significant in the person’s life. If the study were repeated, a 
sixth category of “no abuse” should be added to avoid confusion.
It is difficult to interpret the true meanings of these percentages. The thought “I 
wish I knew what they were counting” persists. Interpretations will be as individual as 
each reader, which is expected. Qualitative studies would help clarify individual 
perceptions. This might be done in the future as an abuse survey followed by interviews.
Of the 81 participants, only 16 reported “no or very little”abuse in their lives. The 
total number who reported abuse was 80.2%, which surprised me. I would have expected 
less than 50 % to report abuse. One of the factors that makes this percentage so high is the
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historical pattern of not counting emotional abuse and neglect because documenting them 
is so difficult. This study centers on perception, so proof is not required. Even more 
disturbing is the strong likelihood that individuals often deny abuse to themselves and 
others. Actual percentages may therefore be higher. Since behavior is often related to our 
individual perceptions, information about perceptions of abuse is very important. Strictly 
documented accuracy is not as important as is awareness of the potential influences 
perceived abuse may have on present and future education issues.
Abuse is increasing, in real numbers and in accuracy of reporting. Educators 
should take note of this and prepare for the possibility of dealing with increasing numbers 
of individuals, students and teachers, who have difficulty relating to others.
Table 3 Abuse Percentages by Gender
Comparing male and female perceived childhood abuse is most interesting in the 
category of emotional abuse. The high incidence of perceived childhood emotional abuse 
for both males and females might lead to speculation that adult comparisons would also 
be similar. However, adult men and women have great disparity in percentages of 
emotional abuse. Women have indicated far more emotional abuse than males, which may 
be related to the small number of men in the population surveyed. This may also reflect 
how difficult escaping emotional abuse can be for women, since the abusers are often the 
source of economic security for women and their children.
Ney, Fung and Wickett’s (1994) assertion that verbal (emotional) abuse creates 
hopelessness and negative expectations of life may help explain why it is so difficult for 
women to escape abusive situations. Cultural role expectations that males should
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stand-up for their rights and so forth may be one reason that men more readily escape 
emotionally abusive situations. They feel free to leave. Gender frequencies are shown in 
greater detail in Appendix VI.
Chi-Square testing showed adult emotional abuse being significant at 0.007. This 
result is tempered by greater than 20% of cells having expected count less than five.
Even so, this tends to support emotional abuse in adulthood as a major factor in self­
esteem. That adult emotional abuse can be a strong effector of classroom and teacher 
personal interaction is demonstrated regularly in educational practice.
Table 4 Frequencies of Abuse Severity Levels per Age Group
The lower “no abuse” in adults may reflect the greater length of time adults have 
to be abused in some way. Lower “severe abuse” and “very little abuse” may be related to 
an adult’s greater mobility and ability to resist. Children often have difficulty escaping due 
to size differences as well as inability to have basic life needs met away from care-givers. 
That severe abuse is unchanged and some and moderate levels are higher may be due in 
part to learned helplessness or difficulty recognizing some abuse. If individuals have 
chronic abuse in childhood, they may have assimilated the idea that they deserve abuse, so 
it continues. Some severity increase could be due to the freshness of abuse memory in 
adults. Again, accurate interpretation would require qualitative follow-up, although the 
interpretations given fit those found in the literature.
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3.3b Research Questions 2-4: Correlations
Table 5 Spearman's rho Correlations At or Above 0.05 Significance
The correlation of self-esteem and GPA was not sufficiently significant to be 
considered a predictor of student risk. Though I was surprised by this, perhaps the vagaries 
of the human mind are sufficient to explain the lack of correlation. Assessment of self­
esteem will always be done with individuals who are functioning with their personal 
perceptions, denial, projection, or any other defense mechanism that might be operational. 
On any given day, one will have the self-esteem level of that day. Future applications of 
the process should include first of semester testing compared with last of semester re-tests.
Self-esteem was negatively correlated with many abuse categories, self esteem 
goes down as abuse increases. Childhood emotional neglect was significant at 0.05 level. 
Childhood physical, sexual, and emotional abuse were significant at 0.01. Childhood 
physical neglect, adult emotional neglect, and adult emotional abuse are also significant at 
the 0.01 level. It should be noted that all survey correlations, whether statistically 
significant or not, were low to moderate. This suggests that even though there is statistical 
significance, practical significance is low. The correlations are not strong enough to 
support using any of the areas as single predictors of educational risk.
Positive 0,05 significance of the correlation between self-esteem and work history 
is also not surprising since each tends to support the other. The usefulness of this may be 
that work and educational processes have similarities, allowing work history to have some 
impact on risk identification.
The low correlations between self-esteem and other categories are not congruent 
with behaviors observed over many years of teaching. This may be due to students
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answering self-esteem questions on an intellectual level. “I’m supposed to feel good, 
confident and supported. So this is what I will answer.” I suspect that for individuals who 
are using denial and minimization o f feelings to cope, the hypothetical statements I suggest 
may never reach a fully conscious level. They may be part of the unconscious that so often 
determines human behavior. Changing the questions is probably not the answer to 
correcting these results. Although making new combinations of questions may help. I 
think this is where qualitative follow-up should be considered. The study would need to be 
redesigned in order to do this.
Table 6 Correlations of Educational Satisfaction
The negative correlations are confusing. But when looking at individual survey 
results, negative associations between GPA, SOS, and educational satisfaction are present. 
Since there are no obvious explanations, the timing of the survey, interpretation of 
questions, or other variables singly or in combination may be the cause. The negative 
relationship between educational satisfaction and self-esteem might also be related to 
individuals feeling safe in a school setting, feeling energized by school relationships, or 
feeling hopeful that life is in the process of getting better. Feeling such as those would 
quite naturally increase the perception of educational satisfaction.
3.4 Discussion of Non-Tabular Survey Results
Students beyond the first semester had higher GPA correlations than first semester 
students, which would be expected since those with low GPA do not reach advanced 
semesters. In order to compare semester levels, GPA and self-esteem, two-sample t-tests
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were used, requiring an assumption of normality which was supported by a P-P plot. The 
t-score -2.907 indicates that first and second semester equality of GPA is rejected at the 
0.005 level of significance. This is supported by a negative 95% Confidence Interval. 
Self-esteem correlations with semester level were not significant. This was surprising since 
advanced students’ behavior appears related to higher self-esteem. Perhaps the observed 
behavior reflects external ability rather than internal change.
Family income in childhood was also not significantly related to GPA . Family 
income was, however, significant in relationship to child physical abuse at -0.338 and 
-0.293 child emotional abuse at 0.01 level of significance. Child and adult physical neglect 
and child emotional neglect had 0.05 significance at -0.269, -0.259, and -0.263 
respectively. When perceived family income was low, abuse increased. The stresses on 
families who are struggling financially create a climate in which abuse is more likely to 
occur. The relationship between income and abuse categories is contributing, rather than 
causal. Discussion of the topic is therefore not included in this study.
Response to questions about groups which gave support, and groups in which 
participants offer support was extremely sparse and of the few responses given, family, 
friends, religious groups, and 12-step programs predominated. I suspect respondents may 
not have given this much thought, possibly because they feel unsupported. The abuse rate 
is high enough that the term “support group” may not be in their vocabularies. Students do 
sometimes mention how important their study groups become in their first semester. For 
many the first semester is an opportunity for personal validation. That validation continues 
as they progress through their programs. Observing the growth is one of the rewards of 
teaching.
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Study results can only be used in comparisons with populations that are similarly 
composed. Individuals who have been abused in some way may seek to help others as a 
way of self-healing. Thus, health related populations may be composed of higher numbers 
individuals having abuse histories.
3.5 Suggestions for Improving the Study
If this study, or one similar, were to be repeated, a number of things could be done 
to increase the value of the results. The primary suggestion would be redesigning the study 
to include a qualitative component.
The study would be better done at the very beginning of a semester since students 
who leave often do so in the first weeks of class. Early administration might also increase 
the response rate as students are less overwhelmed by deadlines.
The issue of single parenting needs to be considered in identifying students who 
have significant non-educational stressors. Length of time away from school might also be 
an important factor.
The questions regarding abuse should have the category “0" added so that 
respondents would not have used “1 " (very little) as the least abuse. Though the directions 
indicated categories were to be marked if there had been abuse, it seemed that some 
respondents were unclear. Last of semester rush may have been a factor in this.
3.6 Implications
The assumption that education is empowerment, whether in the areas of social 
work, psychology, occupations, or academics, has been the motivation for this study.
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Learning (empowerment) occurs only when the learner remains accessible. The medical 
patient, the psychologist’s or social worker’s client, the apprentice, or the traditional 
student in a class cannot grasp what they are not there to see. Individuals who prematurely 
leave an endeavor early miss that particular opportunity for growth.
It does not matter what discipline is involved. Measures to increase the likelihood 
of completion or success ( however defined individually ) are needed to encourage 
completion. Like medical care, education is dealing with a different population. The rise 
of the “consumer” student or medical recipient challenges us to interact differently. The 
widening differences in economic levels demand this also, as does the increase in abuse.
Studies which help develop holistic, humanistic approaches allow educators to 
assist the empowering process in new ways. It is important that educators develop 
awareness of students as they are today. We in education can change our styles of delivery, 
testing, technology and so forth and only touch the surface. For education to be an 
empowering force, change must come from within. Currently lecturing is out and groups 
are in. I believe styles of delivery make little difference. Students motivated to learn will 
remember the information they want, whether delivery is antiquated or cutting edge 
modem. Only when educators value the people they teach will there be motivation leading 
to meaningful changes that do make a difference. Then we will more consistently interact 
in ways assisting the empowerment process.
This study and others like it are important to deeper understanding of the factors 
underlying some of the behaviors seen in today’s students. The frequencies of abuse are 
staggering. We cannot ignore the effects non-academic factors may have on the 
educational process.
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Though the statistical information in this study is not strong enough to support 
conclusions leading to widespread practical application, the study is beneficial. My 
perceptions regarding the amount of abuse found in this population were not only 
supported, they were exceeded. And percentages may be even higher than it appears, since 
I chose to eliminate level one data and because false acknowledgment is rare.
Ney, Fung, and Wickett (1994), cited previously, found the combination of physical 
neglect, physical abuse, and verbal abuse most damaging to enjoyment of life and hope for 
the future. If that is indeed accurate, survey results suggest at least the possibility of 
emotional states which could affect educational processes for this population.
Emotional abuse and neglect statistics are very disturbing to me. Emotional damage is 
denied by the childhood refrain “Sticks and stones may break my bones, but names will 
never hurt me!” Names, a symbol of emotional neglect or abuse, are perhaps the most 
damaging of all.
Survey results tend to support my interpretation of observed neediness in health 
program students. This has been an area of concern to me for years, perhaps because I 
teach the core courses most likely to eliminate beginning students. I am the person who 
too often must record grades unacceptable for program continuance. High attrition rates 
are a waste of time and money. For some, they are even more costly in terms of 
empowerment for the future.
Some who fail will benefit from the experience and grow, which is wonderful. 
Those who have come with heavy burdens and little strength in reserve are more likely to 
fade away. These questions remain on my mind “Do they go back to or stay in abusive 
situations? Do they remain on public assistance? What happens to them? What happens
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to the next generation?”
“Not my responsibility,” teachers may say. This is true only if teaching means 
simply imparting data or skills. Granted, the demands on teachers today are so heavy that 
data and skills may be all that he or she believes is left to offer.
Teachers are challenged to find more to give. Teaching involves mentoring and 
nurturing the whole person, which will in turn refresh the teacher to be able to give more. 
When teachers are willing to see the whole person, teachers change and then education 
changes. Hopefully, studies such as this will be part of an awakening which leads to 
greater numbers of successful students.
Knowing accurate abuse percentages is less important than being aware of how 
abuse may affect lives. Faculty members who work with this population, especially in 
their first semesters, may be addressing more than issues of study skills, time management, 
and information access. Teachers in first semester core courses might be wise to maintain 
awareness of educational stressors such as lack of trust in authority figures, generalized 
fear, and strong use of denial and other coping mechanisms, these may interfere with 
learning. Teacher awareness leads to teacher response, hopefully one that is empathetic.
Empathy is a result of seeing and caring. It allows one to imagine, to a degree, 
what the other person experiences. Empathy calls forth professional responses, but does 
not reduce educational requirements, though adaptations may be necessary. If teachers are 
sufficiently vulnerable to feel empathy, creative approaches to interactions with students 
may be more likely to follow.
Information from this study will impact my interaction with students. The images 
conjured up by the data are hard to ignore. So feeling compassionate toward my students
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may be somewhat more consistently demonstrated. I can imagine meeting Fall Semester’s 
students and wondering if their life experiences have placed them at risk. Looking at them 
as a group seems somewhat overwhelming. There are so many of them.
First semester core classes are often large. These are less likely to meet the needs 
of beginning students, at least those with the histories found in this study (assuming 
validity). Large classes allow at-risk students to “disappear” while being present, making 
them less accessible even to teachers who are looking for them. Since administrative 
changes regarding class size may not be possible, it is important to consider some 
additional forms of support to decrease attrition. This study supports the possibility of 
identifying students at risk at the beginning of their educations, by means other than 
academic pre-testing. The right questions, or combinations of questions, need to be further 
explored. Refining identification methods to give data with both statistical and practical 
significance will help gain support for changes to increase retention and completion.
I hope to follow this study with screening surveys done at each semester’s 
beginning and end. These will not contain psychologically threatening questions, though 
Institutional Review Board approval will be sought. Longitudinal follow-up will provide 
better information upon which to base experimental approaches for further research. The 
content, based on study results, will likely include questions regarding self-esteem, past 
educational satisfaction, age, and how well students identify themselves as learners (an 
area of thought stimulated while researching). Retesting at the end of each semester for 
comparison will increase the value of results.
My personal goals as a teacher have always been focused on the development of 
individuals, perhaps even considering this the most important part of my work. Learning
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subject matter is significant to meeting that over-all goal. Can current educational and 
societal trends toward computerized learning, distance learning, and other technological 
efforts be as effective as human interaction in developing people? I think not. I do not 
doubt that facts can be learned through technology. However, I do believe face to face 
contact with students, singly or in groups, is the only way to truly communicate caring and 
a passion for learning that will stimulate personal development (empowerment) in 
students.
This study helps confirm the need for holistic, humanistic approaches to one 
population. Perhaps a population somewhat more needy than most. But it is likely that 
individuals in other populations are also in need of understanding and compassion. I am in 
no way implying educational standards should be lowered. They should be raised, so 
honest achievement will support authentic personal development. Lowering standards 
because we lack the time to interact with students is doubly destructive. Students who 
leave their educational programs lacking necessary abilities and essentially unchanged as 
humans are facing chaotic futures. This has grave implications for society.
Research questions one “What are the demographic characteristics of this 
population?” was answered rather dramatically by survey results on abuse incidence. The 
percentages alone are enough to indicate need for further study. Research questions: (2) 
Do students with self-reported abuse have lower self-esteem correlations than those who 
do not report abuse? (3) Will students reporting severe abuse have weaker self-esteem and 
GPA correlations than those who report less abuse? and (4) Do students in the second 
semester or higher have different correlations (of self-esteem) than first semester 
students?” had low correlation coefficients with high singular statistical significance. The
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results lend support to the individual variability of responses to abuse. These results also 
give impetus for further research, using several factors from this study, to identify entering 
students at risk.
If one goal of research is to stimulate thinking for the future, this has been a very 
successful project. Study results, though somewhat inconclusive correlationally, have 
piqued my interest for more.
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Appendix I 
To: Recipients of Thesis Survey Instrument 
From: Karen S. Hill, Project Director
( Dr. Doug Beed, Thesis Committee Chair)
Students 18 or over have the opportunity to participate in a survey which may help 
to increase knowledge of ways to support students and increase educational satisfaction 
and success. The area explored is new in its application although components of it are 
well researched.
I am interested in how past life history affects current educational efforts. Abuse 
has many forms and degrees and each person has his or her own perception. My interest is 
in what each of you thinks about your situation, your “personal truth” rather than a 
comparison of your experience to someone else’s criteria. You will be asked to rate 
physical abuse, sexual abuse, emotional abuse, and emotional or physical neglect. 
Questions about school, family, and groups are also included. The background material 
will later be related to responses on the Self-Other Survey and GPA.
These memories may be painful and disturbing. Therefore, I am including a list of 
easily reached and affordable resources available to you. There are also many private 
professionals in our area should you prefer them.
The information will be collected on private survey forms which ask you to rate 
your feelings/opinions about your life. Your name will not be on the survey forms-just a 
number. Dr. Doug Beed, my thesis committee chairperson, will be responsible for 
maintaining a list of names and survey numbers. This list will be kept strictly confidential 
and in a locked file. I will not have access to this list at any point in the process. I will use 
only identification numbers to organize data for writing my thesis. There is no way for me 
to identify those who are taking or may someday take, classes I teach. Your participation 
is wanted, but your choice to participate or not participate is completely voluntary. The 
measures employed to maintain anonymity guarantee that neither a choice to be a 
participant, nor a choice not to be a participant can affect your grades.
If you complete the survey, your consent allows collection of your grades to relate 
them to your responses. Relating grades and names will be Dr. Beed’s responsibility and 
the list will be destroyed by Dr. Beed immediately after obtaining grades in early Summer.
Enclosed is a survey document that I would very much appreciate your completing
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and returning. It will take 20-30 minutes to complete. When completed, the surveys 
should be returned in the designated envelope. Please do not put your name anywhere on 
the survey documents or envelopes which are enclosed. The only place your name should 
appear is on the consent form.
There are no right or wrong responses in this survey. It is important that you 
answer as honestly as possible if the study results are to be useful.
I will place a synopsis of the study results on reserve in the C.O.T. library in the 
Fall Semester. If you will not be here and wish a copy, please call 243-7865 and give your 
name and mailing address. For those who will be here, I will ask the faculty to announce 
synopsis availability.
Thank you very much for your participation. Should you have questions anytime, 
you may call my office 243-7865 or home 543-7261. Dr. Beed may be reached at 243- 
2227.
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Appendix H
CONSENT FOR SURVEY PARTICIPATION
Karen Hill, Project Director 
Dr. Doug Beed, Thesis Committee Chair
To complete this research project, I need your GPA after this semester. I can obtain 
this information only if granted permission. Therefore, if you are willing please sign this 
consent form and return it to Dr. Beed in the enclosed envelope, sealed.
Dr. Beed will be responsible for coordinating survey identification numbers with 
student names. I want to emphasize that I will not see student names and identification 
numbers linked. Once the GPA data is collected. Dr. Beed will destroy the list which links 
names, survey numbers, and GPA data. Data collection should be completed a few weeks 
after the end of this semester.
If you would like any clarification, you may call my office number 243-7865 or my 
home number 543-7261. I have voice mail at both locations and will return your call if you 
did not reach me. Dr. Beed’s office number is 243-2227.
University liability statement:
Signature---------------------------------Date-
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Appendix HI 
Student Support Resources
If you would like to talk with someone about how you are feeling after reading the 
survey questions. The University of Montana provides several very accessible resources. 
Any contact with one these sources of support would be confidential, just as it will be if 
you were to choose to talk to a professional in the private sector. These are without 
charge.
Student Assault Recovery Services (SARS) 243-6559 available 24 hours
Serves those with current abusive situations as well as those with past history of abuse.
Counseling and Psychological Services 243-4711 available 24 hours 
This is located on the main campus.
Counseling and Psychological Services 243-7882 after hours call will be referred to 
243-4711.
This service is located on C.O.T. campus with appointments during business hours.
YWCA Pathways 542-1944 
24 hour shelter and crisis line
62
R eproduced  with perm ission of the copyright owner. Further reproduction prohibited without perm ission.
Appendix IV
Background Information for Self Other Scale
Survey Identification # ___________________  Gender: M F
Please circle the numerical responses which you feel best describe you. There are no right 
or wrong answers. How you feel is the important information.
Age: 18-22, 23-30, 31-40, 41-50, 50 + Marital Status S M D W
Program vou are in/olan to be in 1 2 3 4
Current Semester: Waiting list 1st 2nd 3rd 4th
Years of post-secondary education: 0 1 2 3 4
Have your educational experiences been: excellent very good good fair poor
(Elementary) 1 2 3 4 5
(High School) 1 2 3 4 5
(Currently) 1 2 3 4 5
Family income during childhood: very low low medium fairly high high
1 2 3 4 5
Describe your work experience. none difficult fair good great
1 2 3 4 5
If you have experienced any of the following forms of abuse, please circle the numerical 
response most closely describing your experience/s as child and as an adult.
very little some moderate severe extreme 
Physical abuse: Childhood 1 2 3 4 5
Adult 1 2 3 4 5
Sexual Abuse: Childhood 1 2 3 4 5
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Adult 1 2 3 4 5
Emotional abuse: Childhood 1 2 3 4 5
Adult 1 2 3 4 5
Physical Neglect: Childhood 1 2 3 4 5
Adult 1 2 3 4 5
Emotional Neglect: Childhood 1 2 3 4 5
Adult 1 2 3 4 5
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Appendix V 
Self- Other Scale (SOS) 
developed by 
Frank Clark, Mary Trankel, and Rodney Brod
Please answer the following questions, as honestly as possible, by circling the response that 
describes your reaction to each statement. This is not a test, because there are no right or 
wrong answers. The combined answers of participants will be used to look at links 
between other people.
Key; SA= strongly agree 
A= agree
N= neutral (not sure)
D= disagree 
SD= strongly disagree
1. I have valuable ideas to share with others. SA A N D SD
2. I am comfortable with the fact that I am 
sometimes different from other people. SA A N D SD
3.. I feel I can achieve my full potential. SA A N D SD
4. I find it hard to stay committed to the 
goals I set for myself. SA A N D SD
5. I am more aware of my personal power 
than most people. SA A N D SD
6. My personal strength is a source of strength 
for others. SA A N D SD
7. I have my own rights as a person. SA A N D SD
8. I’m not really sure what I want out of life 
just yet. SA A N D SD
9. I feel independent as a person SA A N D SD
10. I can say exactly what I feel. SA A N D SD
11. I have a realistic chance of accomplishing 
my personal goals. SA A N D SD
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12. I feel strong as a person. SA A N D SD
13. I can live according to my personal values. SA A N D SD
14. I inspire others to work towards their goals. SA A N D SD
15. My feelings are clear to me. SA A N D SD
16. I frequently feel depressed these days. SA A N DSD
17. The important people in my life actively 
encourage me to achieve goals I set for myself. SA A N D SD
18. Part of my motivation in working to achieve my 
goals is to make the world a better, more 
positive place in which to live. SA A N DSD
19. I think I have a positive influence on others. SA A N DSD
20. I feel a sense of kinship with women. SA A N DSD
21. I do not feel there is much discrimination in 
our society. SA A N DSD
22. I am not afraid to differ with important persons 
in my life. SA A N DSD
23. I feel able to challenge myself to improve 
previous performances. SA A N DSD
24. I do not feel threatened by looking at 
mistakes I have made. SA A N DSD
25. I feel I will ultimately influence the larger 
community. SA A N DSD
26. I am able to express my fears about what 
happens in my life. SA A N DSD
27. I feel I can learn from all my life experiences, 
whether good or bad. SA A N DSD
28. I can recognize the many strengths in others. SA A N DSD
29. I feel a sense of kinship with men. SA A N D SD
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Appendix VI
Abuse Categories and Gender Comparison
Physical Abuse: Child
Severity Frequency Valid
Percent
Cumulative
Percent
Male None 3 30.0 30.0
Very Little 5 50.0 80.0
Some 1 10.0 90.0
Moderate 1 10.0 100.0
Total 10 100.0 100.0
Female None 21 29.6 29.6
Veiy Little 23 32.4 62.0
Some 8 11.3 73.2
Moderate 9 12.7 85.9
Severe 8 11.3 73.2
Extreme 2 2.8 100.0
Physical Abuse: Adult
Total 71 100.0 100.0
Male None 4 40.0 40.0
Very Little 5 50.0 90.0
Some 1 10.0 100.0
Total 10 100.0 100.0
Female None 16 22.5 22.5
Very Little 30 42.3 64.8
Some 11 15.5 80.3
Moderate 9 12.7 93.0
Severe 2 2.8 95.8
Extreme 3 4.2 100.0
Total 71 100.0 100.0
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Appendix VI
Abuse Categories and Gender Comparison
Severity Frequency Valid Cumulative
Sexual Abuse: Child Percent Percent
Male None 4 40.0 40.0
Very Little 5 50.0 90.0
Some 1 10.0 100.0
Total 10 100.0 100.0
Female None 28 39.4 39.4
Very Little 20 28.2 67.6
Some 7 9.9 77.5
Moderate 5 7.0 84.5
Severe 6 8.5 93.0
Extreme 5 7.0 100.0
Total 71 100.0 100.0
Sexual Abuse: Adult
Male None 5 50 0 50.0
Very Little 5 50.0 50.0
Total 10 100.0 100.0
Female None 25 35.2 35.2
Very Little 21 29.6 64.8
Some 14 19.7 84.5
Moderate 7 9.9 94.4
Severe 2 2.8 97.2
Extreme 2 2.8 100.0
Total 71 100.0 100.0
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Appendix VI
Abuse Categories and Gender Comparison
Severity Frequency Valid Cumulative
Emotional Abuse: Child Percent Percent
Male None 2 20.0 20.0
Very Little 4 40.0 60.0
Some 3 30.0 90.0
Moderate 1 10.0 100.0
Total 10 100.0 100.0
Female None 16 22.5 22.5
Very Little 13 18.3 40.8
Some 13 18.3 59.2
Moderate 10 14.1 73.2
Severe 11 15.5 88.7
Extreme 8 11.3 100.0
Total 71 100.0 100.0
Emotional Abuse: Adult
Male None 2 20.0 20.0
Very Little 6 60.0 80.0
Some ---- ------
Moderate 2 20.0 100.0
Total 10 100.0 100.0
Female None 12 16.9 16.9
Very Little 9 12.7 29.6
Some 20.0 28.2 57.7
Moderate 12 16.9 74.6
Severe 12 16.9 91.5
Extreme 6 8.5 100.0
Total 71 100.0 100.0
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Appendix VI
Abuse Categories and Gender Comparison
Severity Frequency
Physical Neglect: Child
Male None 
Very Little 
Some 
Moderate 
Total
6
3
1
10
Valid
Percent
60.0
30.0
10.0 
100.0
Cumulative
Percent
60.0
90.0
10.0 
100.0
Female None
Very Little
Some
Moderate
Severe
Extreme
Total
27
28 
4 
7 
3 
2 
71
38.0 
39.4 
5.6 
9.9 
4.2 
2.8
100.0
38.0 
77.5
83.1
93.0
97.2
100.0 
100.0
Physical Neglect: Adult
Male None 
Very Little 
Some 
Moderate 
Total
6
3
1
10
60.0
30.0
10.0 
100.0
60.0
90.0
100.0 
100.0
Female None
Very Little
Some
Moderate
Severe
Total
25
34
8
3
1
71
35.5
47.9
11.3
4.2
1.4
100.0
35.5 
83.1 
94.4
98.6 
100.0 
100.0
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Appendix VI
Abuse Categories and Gender Comparison
Severity Frequency Valid Cumulative
Emotional Neglect: Child Percent Percent
Male None 4 40.0 40.0
Very Little 3 30.0 70.0
Some 2 20.0 90.0
Moderate 1 10.0 100.0
Total 10 100.0 100.0
Female None 16 22.5 22.5
Very Little 18 25.4 47.9
Some 12 16.9 64.8
Moderate 14 19.7 84.5
Severe 5 7.0 91.5
Extreme 6 8.5 100.0
Total 71 100.0 100.0
Emotional Neglect: Adult
Male None 5 50.0 50.0
Very Little 3 30.0 80.0
Some - - - - — —
Moderate 2 20.0 100.0
Total 10 100.0 100.0
Female None 25 35.2 35.2
Very Little 34 47.9 83.1
Some 8 11.3 94.4
Moderate 3 4.2 98.6
Severe 1 1.4 100
Total 71 100.0 100.0
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